This paper begins with a overview of central concepts of a DevelopmentalInteractionist theory of motivation, emotion, and cognition (Buck, 1991; 1994a (Buck, 1993) . The organism is signaled that it is hungry, or thirsty, or cold, or in pain by specific bodily messages. These serve to generally activate behavior so that the organism begins to explore its surroundings. If the organism is successful in finding food, water, or other resources that satisfy its needs, the behavior leading to the reward will be reinforced so that in the future when similar needs arise the organism is "steered" to the goal. The drives involve specific bodily needs and consummatory behaviors that function to satisfy those needs.
The next level of the hierarchy does not involve specific needs or consummatory behaviors. This is the level of the primary affects of Tomkins (1962 /1963 ) , Ekman (1994 Ekman & Friesen,1969) and Izard (1992; 1994 Figure 3 ). Due to this difference in accessibility, the social learning process underlying emotion must be distinct (Buck, 1983) . In ordinary social learning, as when a child learns to label the color "blue," the referent for the label is equally accessible to the child and the parent. The parent refers to the sky as "blue" and the water as "blue ," as well as labeling blue objects, so that the child soon gets the idea and there are few misunderstandings.
In contrast, the parent never knows exactly how the child feels.
Emotional education and emotional competence. One way of learning about one's feelings and desires is through social biofeedback involving the other's response to expressive behavior on the part of the child (See Figure 3 ) . If the child knits its brows, screams, and throws things the parent might conclude that the child is angry. The parent might say: "You are angry, but you'd better not throw things! Go to your room and relax!"
Alternatively, the parent may yell "You are bad!" and hit the child. The first response
gives the child information about how the subjective experience of anger is labeled, and what is considered an appropriate and inappropriate way to act when this experience occurs: the second does not. In the first example this emotional education process may foster the ability effectively to label and appropriately express one's feelings and desires: emotional competence.
In the second case, no such tuition takes place. The child's learning from these responses illustrate emotional education that Figure  3 The readout model and emotional education:
The social biofeedback process. (Miller, Banks, & Ogawa, 1963) . Miller first taught two monkeys to press a bar to avoid shock or obtain food reward. He then paired the animals so that one, the "sender," could see the light but not press the bar. The second, "receiver" monkey in another room had the bar but not the light. The receiver was however provided with the televised image of the head of the sender. Miller reasoned that, if the sender made expressive displays to the light, and if the receiver perceived and correctly interpreted that display, then the receiver could press the bar which would avoid the shock, or obtain the food reward, for both animals. Miller found that normal rhesus monkeys were quite proficient at this task, although animals who had been isolated form other monkeys for the first year of life could neither send nor receive accurately in the communication situation (Miller, Caul & Mirsky, 1967 Senders sat alone in a room and viewed each slide on a back-lighted screen for ten seconds, when a signal light was turned on.
They were instructed to then describe the subjective experience that the slide evoked.
After the light and slide were turned off, the sender was asked to rate his or her emotional experience along a scales from unpleasant to pleasant. There were five categories of slides: SEXUAL, SCENIC, PLEASANT PEOPLE, UNPLEASANT, and UNUSUAL. Unknown Results indicated significant communication accuracy on both measures for both male and female senders, with significant sex differences as well showing women to be better senders (See Table 1 ). Moreover, more accurate senders showed fewer skin conductance deflections and smaller heart rate responses to the slides (Buck et al., 1972; Buck, Miller & Caul, 1974) . This finding parallels the distinction between externalizing and internalizing modes of emotional response found by H. E. Jones in the Berkeley Growth Study conducted in the 1930s (Jones, 1935; 1960) , and agrees with the more recent work of Kagan on the physiological effects of inhibition (Kagan et al., 1984) . Men tended to show internalizing and women externalizing patterns of response. Studies with children. The next step was to investigate sex differences and physiological responding in preschool children (Buck, 1975; 1977 Expression Test (PET). In the PRT, the experimenter pantomimes the use of a common object (a drinking glass, a pair of scissors), and then asks the patient to point to a picture of the object. In the PET the patient is asked to pantomime using a common object. Unfortunately, it was found that aphasic patients could perform the task only if they had surviving verbal abilities (Duffy & Duffy, 1981) .
The pantomimic tasks of the PET and PRT are indeed nonverbal in a sense, but they are also intentional: there is an intention to send a specific message or proposition.
The SVT in contrast involves nonintentional expressive behavior, because the camera is hidden and the subject is engaged at a task that does not require communication.
For this reason Buck and Duffy (1980) following Finklnberg (1870) might be more generally termed "asymbolia" (Duffy & Liles, 1979) ; (4) Results showed that BD children did not rate their feelings differently from the comparison children: in no case was there a significant in self-ratings (see Table 2 ). This This pattern of reduced sending accuracy among the clinical sample and a disconemotion correlation measures (see Table 2 ). 
